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I. INTRODUCTION
Task-based Language Teaching (TBLT) is one of major approaches to language teaching. The basic elements of TBLT are purposeful tasks considering learners' needs, and learners are expected to use them meaningfully in communicative contexts (Feez, 1998; Skehan, 2003) . TBLT, therefore, regards the use of tasks as one of the most crucial components in language classrooms (Ellis, 2012; Kim, 2013; Lee, 2007; Willis & Willis, 2007) . Even though there is no single definition for tasks, according to the fundamental premises of TBLT, it is widely accepted that drawing learners' attention to formal properties as well as meaning of the L2 using tasks would greatly influence language learning (Shehadeh, 2005) .
With regards to task characteristics, Robinson (2001 Robinson ( , 2011 proposes three dimensions of task demands in task performance: task condition, task complexity, and task difficulty. Task condition means the interactive demands of the task such as participation and participant variables. Task complexity concerns the intrinsic cognitive complexity of the task including learners≴reasoning demands. More specifically, it can be classified through three different aspects, that is spatial, causal, and intentional reasoning. The last one is task difficulty which refers to individual variables in learner factors such as motivation, aptitude, working memory capacity, and intelligence.
Among these three factors, most researchers have shown greater interest in the first two factors-task condition and task complexity-with little attention paid to the task difficulty. Furthermore, only a few studies on the relationship between tasks and learners≴motivation, which is one of the components in task difficulty, have been conducted suggesting the need for more empirical investigation of task-related motivation in TBLT approach (Dörnyei, 2001; Julkunen, 2001; Robinson, 2011) .
It has been mentioned that presenting tasks clearly and purposefully would be a crucial variable for enhancing and sustaining learners' motivation in second language (L2) learning in the previous literature related to task motivation (Dörnyei, 2003; Willis & Willis, 2007) . In other words, when L2 learners engage in tasks which provide them with explicit goals and purposes of tasks, they might be more motivated for the L2 learning.
Considering the prediction that clear and purposeful task presentation could enhance learners' motivation in the L2 classroom (Dörnyei, 2003; Willis & Willis, 2007) , and task motivation has not been widely investigated in the field of L2, it would be meaningful to examine the effects of task presentation on L2 learners' motivation and possibly better L2 acquisition. Keeping this in mind, the two following research questions were formulated:
1. What are the effects of different types of task presentation on L2 learners' task-specific motivation? 2. What are the effects of different types of task presentation on L2 learners' immediate and long-term learning outcomes?
II. LITERATURE REVIEW
Task Presentation
The term≳task≴is identified by many researchers in a number of slightly different ways. Williams and Burden (1997) define a task as any activity which learners involve in to further the process of learning a language. A similar view is shared by Skehan (1996) , stating tasks as activities that focus on meaning primarily, not forms. He also adds that "success in the task is evaluated in terms of achievement of an outcome, and tasks generally bear some resemblance to real-life language use" (p. 20). Willis (1996) points out that a classroom task is explained as a goal-oriented activity where learners use the target language for a communicative purpose to achieve real outcomes.
As for the effects of motivation in L2 learning, it is commonly acknowledged that motivation is one of the major factors to predict any success or failure in second language acquisition (SLA) (Dörnyei, 1994 (Dörnyei, , 1998 (Dörnyei, , 2000 (Dörnyei, , 2001 Dörnyei & Csizér, 1998; Gardner, 1985; Gardner & Lambert, 1972; Ushioda, 1998 Ushioda, , 2001 . Learners' motivation is important in engaging and accomplishing tasks in the L2 classroom partly because learners could decide the choice of tasks, the length of time to engage in, and the degree of efforts for doing them based on their level of motivation (Baker & Wigfield, 1999; Hurd, 2006) . Dörnyei (1994) , who makes an attempt to figure out the sources of motivation, probes into a conceptual framework of L2 motivation and proposes the three dimensions of L2 motivation -language level, learner level, and learning situation level. At learning situation level, he includes task presentation along with modelling and feedback. Task presentation could be demonstrated when a language teacher turns the learners' attention to the purpose of the task, its potential interest, practical value, and useful strategies for achieving tasks, and how to present tasks plays a crucial role in enhancing the level of learners' motivation. Later on, in Dörnyei and Csizér's research titled "Ten commandments for motivating language learners: results of empirical study" (1998), task presentation is suggested as the third commandment in order to motivate language learners. In light of this, they mention that it is necessary for language teachers to provide a clear instruction for the tasks, give guidance about the procedure of tasks, and state the purpose and the utility of the tasks specifically. Recently, a variety of ways of making learners intrinsically motivated are also stressed in a study by Willis and Willis (2007) . They point out:
Raise your students' motivation by telling them how interesting/exciting the activities will be (if it is!) and what the purpose of the activity is. Learners really appreciate knowing why they are doing an activity. Make sure you tell them one of the goals is to enable them to face this kind of situation in real life. Explain the real-life purpose of the task and make clear the contexts in which the language of the task would be relevant (pp. 218-219).
L2 teachers plan, design, and organize their lessons in efficient ways around tasks to make learners strengthen and sustain their motivation for achieving goals. In particular, one way of increasing learners' motivation to learn L2 would be possibly attained by use of task presentation in an explicit manner. Thus, it can be worth spending time and effort in figuring out adequate task presentation ways in L2 learning.
Task Motivation
In the field of L2, an early notion of task motivation suggested by Julkunen (1989) comprises two main categories: task-specific motives and generalized motives in terms of classroom-level motivation. Similarly, Tremblay, Goldberg, and Gardner (1995) distinguish it into two levels of motivation, which are trait motivation and state motivation. Trait motivation includes stable and enduring dispositions, whereas state motivation is transitory and temporary condition and the level of trait motivation may influence the level of state motivation. On the other hand, Dörnyei (2002) points out the weakness of the trait and state approach in conceptualizing task motivation due to a static conception, and proposes a process-oriented approach which is intended to observe the dynamic motivational processes in doing tasks.
In a recent theoretical discussion of task motivation with regards to learners' different individual variables, Julkunen (2001) argues that task motivation would be the composite of two motivational sources which are both generalized, task-independent factors and situation-specific, task-dependent factors. Dörnyei and Kormos (2000) , mainly focusing on learners≴motivational background in communicative L2 tasks, classify learners' overall disposition toward task performance into three distinct categories such as generalized motives, course-specific motives, and task-specific motives.
A few studies have been conducted to explore the relationship between task motivation and L2 learning. Bouchard (2008) , for instance, investigated the effects of cooperative, individual, and competitive tasks on L2 college level international students' task motivation. The findings revealed that even though learners showed higher levels of motivation upon finishing the cooperative and competitive tasks, there existed no significant difference across the three types of tasks. In Dörnyei's (2002) study, it was demonstrated that both L2 learners' task-related motivation and their language outcomes could be affected depending on the level of motivation of their interlocutors. The findings also revealed that one task partner's motivation even significantly influenced the other partners' language outcomes. Nurmi and Aunola (2005) examined the relationship between the patterns of task motivation towards school subjects and learning outcomes, focusing on six-to seven-year-old children during the first two years of primary school. The results indicated that a group with low subject-related motivation showed less progress in the subject performance.
III. METHODOLOGY
Participants
The participants of this study were 52 college students enrolled in an≳English grammar≴course in a university located in the Chonnam province, Korea. All the participants came from two classes of a single department and consisted of 9 female students and 43 male students (age=20-24). Before entering the university, 41 of the students took the Test for the College Scholastic Ability Test (CSAT) and their average level was from the third to fifth degrees (N=32, 61.6%) and below the sixth degree (N=9, 17.3%) for the English section (ranged from the first to the ninth degrees), which could be considered as rather low English proficiency level. The remaining students were accepted through nonscheduled admission. Analysis results of the background questionnaire also indicated that 8 students evaluated themselves as intermediate (15.3%), and 44 students evaluated themselves as low proficiency level in English (84.7%).
One of the two classes was randomly assigned to the purpose of task presentation group (hereafter purpose group) and the other class to the no-purpose of task presentation group (hereafter no-purpose group), with 13 pairs for each condition (see Table 1 ). All experimental instruction was taught by one of the researchers, who has been teaching over nine years in a university. 
Instruments
Four major instruments were utilized in the present study: three questionnaires (background questionnaire, trait motivation questionnaire, and task motivation questionnaire), and a test for English grammar. The questionnaires were written in Korean, which was the participants' first language (L1) to avoid the possibility of random answers resulting from the difficulty of understanding their L2, English.
First, a background questionnaire consisted of 8 items of close-ended questions to gather detailed information about the participants such as students' gender, age, self-evaluated English proficiency level, years of learning English, and the amount of time spent studying English.
Secondly, the trait motivation questionnaire was adapted and modified from the Language Learning Orientations Scale -Intrinsic Motivation, Extrinsic Motivation, and Amotivation Subscales (LLOS-IEA) (Noels, Pelletier, Clément, & Vallerand, 2000) in order to gauge the learners' level of motivation towards English learning in general (see Appendix A). It was made up of 21 items using the 7-point Likert scale from strongly disagree to strongly agree. 3 items were developed for each of the following 7 constructs: amotivation, external regulation, introjected regulation, identified regulation, and three intrinsic motivation components (knowledge, accomplishment, and stimulation). According to Noels et al. (2000) , amotivation is defined as the condition where learners have no reason for performing tasks either intrinsically or extrinsically, thus they quit those activities in the learning process. External regulation refers to activities which are influenced by external sources such as tangible benefits or costs. Introjected regulation is concerned with the reason that learners pertain to performing activities because of various types of pressure. Identified regulation is explained as the situation in which learners invest their efforts in an activity because they have chosen to do so depending on individually relevant reasons. Knowledge is about the motivation which is based on the feelings with exploring new ideas and developing knowledge. Accomplishment is the motivation associated with attempting to complete a task. Stimulation refers to the sensations which are stimulated by performing the task.
The last questionnaire was designed to explore the learners' level of task-specific motivation. 12 items were adapted and revised from the Situational Motivation Scale (SIMA) (Guay, Vallerand, & Blanchard, 2000) . The SIMA was composed of intrinsic motivation, identified regulation, external motivation, and amotivation. Additionally, 9 items were adapted from the Intrinsic Motivation Inventory (IMI) (www.psych.rochester.edu/SDT for more details) to investigate the learners' subjective experience in terms of task conditions, with 3 items each for the perceived choice, perceived competence, and perceived relatedness. In order to explore the learners' intention to persist in the task (Grouzet, Vallerand, Thill, & Provencher, 2004) , 3 items were added in the questionnaire (see Appendix B).
Another instrument used in this study was a test with 24 target grammar items and 6 filler items with one point each. It was made to examine learners' performance of English relative pronouns, comparison, and subjunctive with 8 items respectively as the parts of the target grammar in the current study. As for relative pronouns, the items consisted of subjective relative pronouns, object relative pronouns, and possessive relative pronouns. The comparison items were about positives, comparatives, and superlatives. The subjunctive mood was composed of past subjunctive and past perfect subjunctive. The filler items contained gerunds, passive voice, and infinitives. All the questions were taken from Time for Grammar: Advanced level (Yun et al., 2011a) and Time for Grammar: Intermediate level (Yun et al., 2011b ) and the same test was used for pre, post and delayed tests.
Procedures
First of all, before the participants engaged in the given task, they were asked to fill out the background questionnaire. In addition, to clarify whether or not there existed a significant difference between the two groups in terms of their general level of motivation towards English learning initially and prior knowledge of the target grammar, the trait motivation questionnaire and a pretest were carried out.
Shortly after, the two groups were involved in experimental instructions three times, once a week for three successive weeks, using different task conditions, but the same target language forms -relative pronouns, comparison, and subjunctive -were taught over the three experimental period weeks in the two classes.
For the English grammar instruction, action research (Burns, 2010) was adapted and manipulated following the three steps: planning, action, and observation. In the planning step, research questions were formulated based on the assumptions in empirical studies, and then lesson plans were organized. In the action stage, the procedures of task-based teaching proposed by Willis (1996) , who suggested three stages: pre-task, task-cycle, and language focus, were used.
For the pre-task stage, different types of task presentation with the same contents were given to the two groups respectively. A brief demonstration of how to do the task was also provided. The participants in the purpose group were told the purpose of the tasks specifically and visually. Through a power point presentation, the following task purposes were provided: advantages for preparing general English tests and the civil service examination, potential interest in achieving grammar knowledge, application for further self-directed learning, and the practical value in the L2 environments along with the oral explanation of the instructor. On the other hand, the no-purpose group was not given any explicit explanation for the purposes of the tasks. In the task-cycle stage, two groups were treated by the same procedures except for explanation of task purposes.
The tasks were adapted and modified from sorting yourself out task (Woodward, 1997) . First, students in pairs received a list respectively in which separate words were included, and they were told to make correct sentences by using given words. Since each student in pairs had different words in his/her list, they were supposed to cooperate with their task partner to make full sentences. Finally, the participants reported their outcomes and the correct answers were checked with the instructor in the language focus stage. Then, a brief explanation of the target grammar was given to the two groups using handouts in which target grammar rules and five extra sentences for pattern drills were included. In short, two groups engaged in the same task-cycle stage. Yet, only the purpose group students were provided with the explicit task goal presentation.
After completing the tasks, in the observation step, posttests were administered to measure students' immediate learning outcomes. In addition, the task motivation questionnaire was administered for assessing their perceptions and attitude toward the given task. Then, two weeks later, a delayed test was carried out to examine the retention of learning for the target grammar.
Data Analyses
The pretest was measured using an independent-samples t-test, and post and delayed tests were analyzed by a repeated-measures ANOVA in order to check where the significant mean differences lie. To establish the internal consistency reliability of the quantitative data, Cronbach Alpha (α) coefficients were computed, and the effect sizes were checked. For group comparison, descriptive statistics and a MANOVA were used for analyzing motivation questionnaires. For all these analyses, SPSS (Statistical Package for Social Studies) 17.0 for Windows was used, and the significance level was set at α ＜.05, nondirectional.
IV. RESULTS AND DISCUSSION

Results for the Trait and Task Motivation
First of all, the reliability of the trait motivation was analyzed using Chronbach α as displayed in Table 2 . The overall reliability of the trait motivation is .827 with a total of 21 items, revealing high reliability coefficient. Table 3 exhibits the descriptive statistics of the trait motivation, revealing that both groups did not show that high mean scores, except for amotivation and external regulation. The participants≴ratings on the subcategories of introjected regulation, identified regulation, intrinsic-knowledge, and intrinsic-stimulation were below 13 points. It can be said that the level of participants≴motivation towards English in general seemed not to be high. terms of general motivation towards learning English, a MANOVA was administrated for the trait motivation scales. The results are exhibited in Tables 4  and 5 . The findings showed that there were no significant difference between the two groups across any of the trait motivation subcategories. After being engaged in the task conditions, in order to investigate the effects of the different task presentations on the learners≴perceptions towards the task, the task motivation questionnaire was analyzed. First, the results of the reliability and mean scores of each group for the task motivation are presented in Tables 6 and 7 . Table 6 Cronbach α Reliability of Task Motivation Questionnaire The overall reliability of the task motivation questionnaire is .902 with a total of 24 items, revealing fairly high reliability coefficient compared to the trait motivation questionnaire. Furthermore, the overall mean scores of the task motivation questionnaire were higher than those of the trait motivation questionnaire.
To discover whether there were differences between the purpose and no-purpose groups, a MANOVA for the task motivation scales was carried out and the results are displayed in Tables 8 and 9 . The findings revealed that there were significant differences between the two groups across the task motivation subcategories. Two subcategories in the task motivation questionnaire -identified regulation and intentions to persist -had significant differences between the groups. The identified regulation items asked learners whether the given tasks were good and important for them when doing tasks such as "I do this task for my own good", "I do this task because I think that this task is good for me", and "I do this task because I believe that this task is important for me." When finishing the given tasks, learners in the purpose group felt that the tasks were efficient for building the L2 knowledge (M=16.69) compared to those who were not (M=14.00).
The subcategory of intentions to persist was about the learners' intention of the task use for a future learning situation, asking "If I had the opportunity, I would continue doing this task", "If I had the opportunity, I would spend more time doing this task", and "If I had the opportunity, I would put more effort into doing this task." The participants in the purpose group seemed to think of English grammar tasks in which they engaged as useful learning activities (M=16.12) compared to the other group (M=13.04), and further they pointed out their intention to persist with these task types for future. Therefore, it could be concluded that L2 learners≴task motivation could be greatly influenced by a clear task presentation, showing the necessity of clear and purposeful task presentation in L2 instructional settings.
Results for English Grammar Test
We conducted an independent-samples t-test to verify whether or not the two groups were different in terms of prior knowledge of the target grammar, with the pretest results (see Table 10 ). The mean scores for two groups were 1.81 and 2.12 out of 30 respectively. Based on the results, it is said that the participants had little initial knowledge for the target grammar. The findings also showed that there was no significant difference between the two groups initially. Next, to clarify the effects of different types of task presentation on learners' performance, post and delayed test results were analyzed using a repeated-measures ANOVA. The findings indicated significant main effects for the tests (F = 7.112, Sig. = .010, Partial η 2 = .125) and groups (F = 14.325, Sig. = .000, Partial η 2 = .223). However, interaction effect was not observed between the two variables (see Tables 11 and 12 ). The results demonstrated that, as to the target grammar knowledge, the purpose group learners displayed better immediate and sustained learning outcomes than the no-purpose group learners, implying the benefits of using purposeful task presentation in classroom settings. In terms of the effects of task presentation on the immediate learning phase, the learners in the purpose group exhibited higher grammar knowledge gains than those in the no-purpose group. This finding supported the claims made by previous research (Dörnyei & Csizér, 1998; Dörnyei, 2003; Willis & Willis, 2007) , suggesting that the ways of task presentation can be an influential contributor to the L2 learning. In addition, the instructor mentioned that the purpose group learners seemed to be more attentive and positive than the other group in doing tasks, which could lead to better learning outcomes. As with the findings in the initial learning stage, the purpose group learners showed significantly greater performance on the delayed test compared to the other group. Accordingly, it can surely be argued that instruction with clear and explicit task presentation proved to be effective in helping sustain L2 knowledge they previously acquired.
It was also noteworthy that the scores for the no-purpose group displayed a sharp decrease in the delayed test while the performance for the purpose group was held relatively steady over time. This implies that both immediate and sustained learning gains could be different depending on different types of task presentation. This also elicits that telling the purpose of task explicitly in the task presentation stage can be indeed helpful for learners to store the L2 knowledge in their long-term memory.
Taken together, the findings of this study confirm that if L2 learners have opportunities to participate in tasks which make them concentrate on a task with explicit goals or purposes, ultimately, they could enhance their learning outcomes in the short-and long-term perspectives.
V. CONCLUSION
This study aimed to examine the effects of task presentation on L2 college students≴task motivation and on their acquisition of English grammar. First, the learners in the purpose group exhibited significantly higher levels of task motivation than those in the no-purpose group in the subcategories of identified regulation and intentions to persist. With regards to English grammar learning outcomes, learners in the purpose group showed significant effects on L2 grammar acquisition in the longas well as short-term perspectives, implying that L2 learners≴grammar capacity could vary depending on the different types of task presentation. These results indicated that purposeful task presentation may make learners become aware of clear task goals, which in turn results in a better performance with enhancing levels of task motivation.
This study provides practical tips in L2 instructional contexts. It is quite the fact that even the most successful learners do not always have a natural aptitude and motivation for learning (Daskalovska, Gudeva, & Ivanovska, 2012) , and teachers' motivational teaching practice actually interacts with their students' motivation in L2 learning phase (Guilloteaux & Dörnyei, 2008; Moskovsky, Alrabai, Paolini, & Ratcheva, 2013) . Thus, L2 teachers need to present task goals clearly to L2 learners for the purpose of enhancing learners≴L2 motivation, which can be indeed helpful for their L2 development. In particular, learners with a low proficiency level could be recommended to take this type of task presentation method in that they might not be clearly aware of the purpose or benefits of specific tasks, and providing explicit explanation of the task purpose, the advantages of it, and the future use repeatedly could bring them the reasons of studying L2. The findings of the current research also implied that teachers need to create more effective L2 learning environment for enhancing L2 learners' motivation and learning outcomes by manipulating task conditions such as task presentation methods.
Previous research has mentioned that specific task presentation would raise learners' levels of motivation and this study confirmed the effects of task presentation on learners' task motivation and actual acquisition of target language. Even though this study strived to investigate the effects of task presentation on task motivation and L2 learning, there have been insufficient empirical research findings for comparison. Thus, it is necessary for future research to examine empirically for yielding more concrete findings related to this study. In addition, a variety of English proficiency levels and other language skills, such as speaking, listening, reading, and writing, need to be investigated for future research to have a whole picture of the effects of task presentation on the L2 learning.
